RESEARCH BACKGROUND
According to their advocates, mentoring programs for beginning teachers can have a wide range of benefits for the teachers who participate as mentors. These include;
• encouraging reflection on one's own
• knowledge, beliefs and practices;
• developing specific skills such as listening,
• observing and counselling;
• renewing and revitalising teachers, especially those who may be experiencing mid-career doldrums;
• providing appreciation and recognition of experienced teachers; and enhancing teachers' self-esteem and selfconfidence through the experience of shaping another's development (Kelly, Beck and Thomas, 1992; Killion, 1990; Schultz. 1995) .
In the vast literature on mentoring in education, there is a small body of empirical research that attempts to assess the extent to which mentoring programs confer these benefits. weeks and assume total responsibility for a class after a short settling-in period. This is a far greater responsibility than students have hitherto undertaken so a mentoring program was also established to provide students with professional guidance and support throughout the placement. Each student is assigned mentor, who is not the normal class teacher, and with whom they meet at least weekly.
In 1996, when this study was undertaken, the University was in transition from the three year Bachelor of Teaching to the new four year Education qualification. The extended practicum program therefore involved only those students who had already completed their practicum requirements as part of the old degree but had opted to take part in the new program so as to obtain additional experience.
Schools participated in the program by application. The majority of teacher participants became mentors by request form their school executive, although three mentors were Principals themselves, two teaching and one non-teaching.
Teachers were asked to participate because of one or a number of characteristics, including ability, experience, interpersonal skills and capacity to benefit.
Twenty-two teachers participated as mentors in 1996, from schools around the University placement region. Fifteen members of this group took part in the study. Of these, all but two were aged over 40 years; the remainder were in the age groups 26-30 and 30-40. There were 11 females and all had previous experience in practicum supervision.
Mentor preparation consisted of single session, of about two hours, with the University's practicum co-ordinator. The following topics were discussed:
• the role of the mentor;
• establishing responsibilities and expectations in the mentoring relationship;
• practical arrangements for mentoring -regular meetings between mentored and mentor, suggestions for meeting content, and so on;
• documentation of the mentoring process;
• the competency-based framework used as the criteria for evaluation;
• the evaluation process; and Vol. 23, No. 1 1998
• procedures to be adopted in the event of problems.
Mentors were conceived as having multiple roles. Most importantly, they were expected to be a 'critical friend' -to provide both psychological support and be a 'safe' source of constructive professional criticism. They were also expected to mediate between the associate teacher and the normal teacher of the associate's class. Mentors were responsible for evaluating the associate teacher's beginning teachers is controversial, and outside the scope of this paper. In this program, evaluation of associates by mentors was considered both acceptable and desirable.
At the conclusion of the extended practicum each mentor was asked to submitted a brief (one to two page) report to the practicum coordinator which documented how they carried out the mentoring role and how they had benefited from it. Fifteen mentors provided reports and these were the principal source of data for this study. 
FINDINGS

Mentoring activities
All of the mentors reported they had held regular, scheduled meetings with their associate. Eleven of the mentors stated that these meetings took place on a weekly basis. At these meetings a frequent approach (I I mentors) was to work through the competency framework, dealing with a different part each week. Four mentors mentioned that the meetings were used as an opportunity for the associate to discuss any areas of concern to them. Ten mentors stated that they had frequent informal discussions with the associate, in addition to the scheduled meetings; these discussions took place on occasions such as recess, lunch, and in the playground. Five mentors stated that the final evaluation report on the associate was prepared on a joint basis, with the associate contributing notes and comments.
Mentors also mentioned a wide range of other activities they had undertaken with the associate. These included:
• having the mentor take charge of 'problem' children so as to give the associate time to teach (one mentor);
• taking time lo talk to the associate when he or
• she had had a bad day (one mentor);
• giving demonstrations of classroom practice
• (two mentors);
• organising joint rostering in the playground to provide time for discussion (two mentors); and
• visiting the associate's classroom (one mentor).
Five mentors described how they had taken special care at the beginning of the placement to developrapport with the associate and to provide practical orientation on matters such as school policies and practices.
BENEFITS OF MENTORING Written reports
One of the questions in the written report asked participants to describe how they had benefited from acting as a mentor.
The is a vital aspect of teaching and will always be ongoing.
Critical self evaluation does not mean failure, rather to the contrary, it is a sign of professional growth. As a mentor, I
needed to demonstrate that I was happy to be a "risk-taker", and will always be engaging in self-appraisal.'
The second most frequently mentioned benefit of mentoring, cited by nine respondents, was that mentors had broadened their knowledge and / or practice of teaching as a result of participating in the program. Some of these mentors felt that they had benefited from the campus-based learning of the associate teachers, which they considered more up to date than their own knowledge about teaching; going to be too difficult to keep a positive light on teaching.
The last thing an associate teacher needs is a disillusioned The same proportion of mentors stated that they had acquired or sharpened specific skills as a result of participation in the mentoring programs. These included time management, interpersonal, observation, report writing and supervisory skills.
Three mentors mentioned that they now had a much better appreciation of the situation of beginning teachers. The following comment is representative:
'I found being a mentor an invaluable experience, it helped me to get in touch with some of the issues that plague beginning teachers, things that you forget about as time goes on and then expect beginning teachers to know. The reality is many teachers on their first class have to discover solutions to many problems on their own, when just next doormay be someone who has the experience and is willing to help.'
In contrast with Stevens' findings, only one teacher in this study explicitly indicated that mentoring had provided a sense of satisfaction in helping another. Similarly, only one teacher mentioned that mentoring had provided a feeling of affirmation of her professional competence.
INTERVIEWS
The interviews enabled the six selected mentors to elaborate at length on the comments they had made in the written report. A striking feature of the interviews was the spontaneous comments of nearly all of the mentors focussed on only one benefit of mentoring or one cluster of closely related benefits.
Each mentor appears to have been 'struck' predominantly by one aspect of the mentoring experience. It is worth noting in this regard that one of the teacher mentors stated emphatically in her interview that she would not have derived nearly as much benefit from mentoring had she not recently undertaken relevant tertiary studies.
Another of the interviewed mentors felt that he would have benefited much more from the experience had the preparation been more extensive.
In the current fiscal climate it is unlikely that resources will be available to provide elaborate training for teacher mentors. However, it should be possible to develop short, cost-effective courses, particularly given the availability of technologies that facilitate distance education and interactive learning. Research on other mentoring programs would assist in developing a representative picture of the outcomes of mentoring. Another issue which warrants future research is the question of the obstacles to effective mentoring. This was not investigated in the present study, although several participants mentioned that lack of time had hampered the mentoring process to some degree. Future studies on these issues, together with the development of appropriate training programs, would enhance the outcomes of mentoring for all participants.
